teacher. In the most effective experiences, mentors allow students to experiment with their own lesson plans and management techniques; in the least effective, the preservice teacher simply acts out a classroom script provided by the mentor.
While we certainly do not wish to suggest that field experiences in secondary schools are not essential for English education undergraduates, we see peer tutoring in a writing center as a useful addition to the field repertoire of preservice teachers. Peer tutoring, in contrast to some secondary schoolbased experiences or in-class role plays, is almost certainly a "real" pedagogical experience, one that is not scripted or that exists in the realm of the hypothetical. The tutor works with student writers independently, without the intrusion of a mentor or supervising teacher. While the undergraduate tutors in Purdue University's Writing Lab have sufficient mentorship and support for their work, they are not trying to carve out space in someone else's pedagogical sphere.
The question remains, how do we most effectively prepare new teachers of writing so that they will be confident, capable instructors of theoretically sound approaches to writing and composing? How do English education programs succeed in such thorough preparation within the existing institutional structure, consisting primarily of on-campus courses and often short-term classroom field experiences? In this article, we discuss the role peer tutoring might play in enhancing the education of preservice teachers of writing by providing additional, authentic field experiences that reflect constructivist, student-centered philosophies often adhered to in English education programs. The three of us are all connected to Purdue University in various capacities: Tammy is the associate director of the Writing Lab, Janet is an English education professor, and Scott is a graduate of the undergraduate English education program and a former Writing Lab undergraduate teaching assistant. We all work in the same building, and due to our mutual affiliations with the English department, we began discussing the benefits of English education undergraduate students becoming writing tutors. The main benefit we could all identify is the addition of real experience with student writers, a sort of additional, authentic field experience or internship -one that exposes future educators to collaborative learning in a one-to-one setting. The peer tutor is not a "little teacher" assisting the main instructor (Trimbur 1987) , nor is he or she role-playing in an alien environment. Undergraduate tutors create their own relationships with tutees, make independent decisions about how to approach a tutoring session, and must deal with the outcome of the session, whether positive or negative.
In the remainder of this essay, the three of us take turns discussing our respective areas of expertise and our experiences as teachers of writing, writing tutors, or teacher/tutor educators. In the first section, Tammy explains the preparation of undergraduate writing tutors at Purdue University's Writing Lab and the various theories they are taught to implement in real tutoring sessions. In the next section, Janet reviews briefly what she believes the discipline of English education values concerning the preparation of writing teachers and describes how she includes one-to-one conferencing in her own "composition for teachers" course. Finally, Scott, both a former undergraduate English education student and an experienced writing tutor, identifies similarities and differences between the foci of the English education program and his experience as a peer tutor. He also describes how writing center pedagogy and a student teaching experience can inform each other, increasing productivity and student learning. In the brief concluding section, the three of us summarize what we believe to be the benefits of peer tutoring for undergraduate English education majors who are becoming teachers of writing and how English educators and writing center administrators can collaborate to enrich the educational experiences and preparation of new teachers of writing at the secondary level.
Preservice Teachers and Writing Center Experience
Several studies have illustrated the benefits of writing center experience for college-level composition instructors, particularly in helping instructors develop a student-centered composition pedagogy (Clark 1988; Cogie 1997) ; however, few studies have addressed the importance of writing center work as an authentic field experience that helps form a writing teacher identity for future secondary-level educators. As Janet notes later, the formation of a writing teacher identity is essential as preservice teachers shift their self-image from that of student to that of teacher. While the roles of teacher and tutor are separate and distinct, writing center work can still serve as a valuable field experience for future educators, one that not only assists in the formation of a writing teacher identity but also allows preservice teachers to learn and practice collaborative learning pedagogy in a one-to-one setting.
Although scholars in English education and composition studies continue to discuss ways to better prepare future writing teachers, undergraduate English education students themselves are often removed from these pedagogical discussions. Consequently, these students may be unaware of debates concerning appropriate educational experiences for would-be teachers. They simply take their classes, often offered in both English and education depart-ments, and do their best to prepare for their future professional lives as middle or high school teachers. While undergraduates at Purdue and other universities may not have much power to make decisions about their coursework, they do have an option that arguably is important to their development as writing teachers. At our university, as in many others, undergraduates can apply to be writing tutors in the Writing Lab. Undergraduates from many different majors apply to be tutors, and English and English education students make up a significant proportion of those applying for tutoring positions. While there are also graduate student tutors at Purdue, the undergraduate tutors play an important role in the Writing Lab, as they tutor many of the students taking the first-year composition class.
The Writing Lab's tutoring practicum course, a two-credit course offered to undergraduate students, is a prerequisite for students interested in tutoring positions. This practicum, like many others offered by writing centers at various institutions, focuses on theoretical and practical applications of writing center and tutoring theory and offers personal and professional benefits beyond employment in the Writing Lab. While the practicum course attracts students in engineering and other sciences, the primary groups of students who join the practicum are English and English education majors. Approximately four to six out of ten total undergraduate tutors are English or English education majors, all of whom have stated that the practicum is beneficial for their future career plans, particularly if they expect to work as teachers or as editors in the publishing industry. In fact, when asked on their application forms to describe the personal and professional benefits of taking the practicum, many students reply that the experience would enhance their résumés, help them teach others how to write, and improve their own communication skills. One recent applicant, an English education major, stated, "I want to become an English teacher and this would give me real life experience." (See Denton 1993 for other similar responses related to the benefits of tutor training courses.) Indeed, the tutoring practicum gives students a practical and theoretical foundation for writing center work. The course covers techniques for tutoring writing and strategies for tutoring nonnative speakers of English and special-needs students. It addresses contemporary issues such as visual rhetoric and educational technology. Students in the practicum course encounter two foundational concepts of writing center pedagogy -Kenneth Bruffee's (1984) concept of collaborative learning and Jeff Brooks's (1991) focus on minimalist tutoring -that preservice teachers can later incorporate in various classroom activities and exercises, as well as in a one-to-one setting. For example, as writing center pedagogues are well aware, minimalist tutoring advocates student agency and that the "student, not the tutor, should 'own' the paper and take full responsibility for it" (Brooks 1991: 2) . In many writing centers, minimalist tutoring emerges through the Socratic questioning a tutor uses to learn more about the student's writing assignment and what issues the student wants to address during the consultation, so the tutor can help the student establish an agenda for the session and work toward becoming a better writer. The focus, obviously, is less on the product and "fixing" the text than on the tutor's responses as reader and collaborator. Tutors ask questions so students can make informed choices and come to answers on their own, and while tutors may offer suggestions, students are encouraged to prioritize and decide how best to revise their texts.
The written assignments in the practicum course challenge students to wrestle with both theory and practice, giving preservice teachers an opportunity to develop a writing center pedagogy and, by association, a writing teacher identity. For example, students are asked to articulate their preexisting notions of what writing centers do and discuss how their experiences in the course and in the Writing Lab have changed those ideas. For many students, their experiences in the practicum alter the preconceived notion that writing centers are remedial. When they encounter Bruffee's ideas about collaborative learning, or when they witness collaborative learning and put those principles in action when they tutor, they learn how to help their peers improve as writers (North 1984: 438) . Other assignments include creating a visual argument, which allows students to practice a different form of writing that is becoming increasingly popular on college campuses and in workplaces, and a traditional research proposal and paper about any issue relating to writing center theory or practice, either general to all writing centers or specific to Purdue University.
One of the most important components of the course, and one that makes this course unique, is that students are required to spend two hours per week in the Writing Lab doing observations, interviews, and mock tutorials. This aspect of the course gives students an opportunity to observe and practice tutoring techniques and pedagogy with actual student writers, and tutors in training are heavily mentored by experienced tutors during this portion of the course. They begin to respond to actual student texts, first by preparing written comments about a sample student essay, and then by engaging in mock tutorials, where they practice tutoring in a controlled situation. Students complete two mock tutorials during the semester on two different types of projects, a traditional argument-based essay and a PowerPoint pre-sentation. The practicum student acts as "tutor" while the experienced tutor acts as "client." After each mock tutorial, student and tutor discuss the details of the session, and tutors give constructive feedback and advice.
Students who ultimately work in the Writing Lab have the added benefit of extending their authentic field experience from the hands-on component of the practicum to actual work with student writers. The course provides a controlled environment for practicum students because they work very closely with veteran tutors. They rarely interact with Writing Lab clients independently. However, when English education majors are hired as tutors, they assist students without the intervention of another tutor or supervisor. Tutors are essentially on their own, unless they ask for help from another tutor during a session with a student, and it is this aspect of writing center work that offers such a valuable field experience for future English educators.
Many teachers in training have field experiences in the classroom but sometimes do not have the opportunity to work one-on-one with student writers. Working in a writing center setting offers English education majors a field experience based solely on individual interaction, which can be translated to a classroom setting. In a classroom or group setting, minimalist tutoring and collaborative learning techniques can help a teacher motivate students to take ownership of their texts and to see writing as a process. Teachers can model collaborative learning and minimalist tutoring during group sessions or one-to-one conferences with students, which would teach students how to effectively respond during peer review sessions. Tutoring in a writing center presents an ideal opportunity for English education majors to build confidence and techniques that would help them shape classroom experiences, which mirror the student-centered pedagogy they learn in education, English education, and composition courses.
Research has shown that experience in a writing center setting can be beneficial to preservice teachers. As early as 1979, Rudolf Almasy and David England wrote about the success of their undergraduate English education majors tutoring in their university writing center: "A flourishing and sometimes understaffed writing laboratory program at West Virginia University coupled with the need for undergraduate English Education majors to work with 'real students' made it seem natural to utilize the skills of prospective English teachers in our writing laboratory. After our experience in using undergraduates as tutors, we are confident when we say, 'It is working' " (155). Other research, primarily done with college-level teaching assistants, suggests that writing center work is beneficial for new teachers of composition because it allows them "to understand student needs and . . . to practice student-centered theories" (Cogie 1997: 76) . Jane Cogie's research offers two case studies of graduate instructors who considered themselves studentcentered teachers before working in a writing center. After working in a writing center, these teachers reassessed their pedagogies and writing teacher identities, embracing a less authoritative classroom approach in favor of "interactive teaching," where teachers can "discover first-hand the causes for an individual student's writing problems" (83). While Cogie's cases pertain specifically to postsecondary educators -as does most of the literature that describes the benefits of writing center work for teachers -the principles remain relevant to teachers in middle and high school who are struggling with balancing classroom management needs with developing an effective pedagogy for writing instruction.
Like these and other researchers, we also found the work of undergraduate English education students in the Purdue Writing Lab to be useful professional experience for the preservice teachers, as well as enriching learning experiences for inexperienced college writers. We believe that tutoring experiences provide English education students with valuable opportunities to enact so-called best practices of writing instruction, including one-to-one conferencing, allowing student ownership of written work, Socratic questioning, and focusing on higher-order concerns before lower-order ones such as editing errors.
Of course, writing center scholars understand that being a tutor is different from being a teacher. Peer tutoring requires one-to-one interaction, and tutors are often described as coaches, collaborators, or consultants who do not evaluate students' writing in terms of grades, who do not worry about classroom management. Instead, tutors offer questions to encourage students to think about their rhetorical choices and suggestions -not mandates -about how students can revise their texts. As writing center scholars know, this differs from peer response activities or peer workshop review groups, which many teachers incorporate into their classrooms. Peer respondents often critique or edit an assignment, rather than using "the questioning and explaining stage" that occurs in peer tutoring (Harris 1992: 372) .
However, one of the most direct benefits of the tutoring practicum course is that it gives preservice teachers exposure to writing center pedagogy, which is not addressed directly in any other English or English education course at Purdue, although Janet's "composition for teachers" course addresses many goals that complement writing center pedagogy. These common goals include an understanding of the writing process, critical analysis of texts, and the development of strategies for one-to-one conferencing situ-ations. The difference between our tutoring practicum and English education courses is the focus on the tutor's role as peer collaborator and not as instructor. At first glance, this may seem to present a contradiction for English education majors taking a tutoring practicum course; however, the focus on tutoring, as opposed to teaching or classroom management, enriches the students' pedagogical background and practical knowledge of English and composition. Both the tutor training course and the experience of tutoring in a writing center allow students to gain experience with collaborative learning in an environment different from traditional teacher-training field experiences. Although this exposure to writing centers is valuable in and of itself, English education students have the opportunity to later apply this knowledge in their classroom teaching practices (Gadbow 1989) . Additionally, many high schools are establishing writing centers of their own, and the knowledge gained in writing centers benefits any future teacher who may be charged with developing, maintaining, or working in a high school writing center.
Another important difference between the tutor and teacher is that while peer tutors are knowledgeable responders, they are also colearners or collaborators with the student writer, and their role rarely includes that of grader or evaluator. Sometimes this peer status can lead to logistical and ethical issues in the context of tutoring. However, we argue that experiencing this colearner role helps preservice teachers as they begin to think about their emerging writing teacher philosophies and how they will structure their future classes. Perhaps due to the peer tutoring experience, the new teachers will feel more comfortable in a student-or writer-centered classroom in which the teacher and peers both respond to written work and provide valuable feedback for revision. While the teachers will inevitably assign a grade, perhaps they will be able to create classroom spaces that are more democratic and collaborative.
Students who take the practicum course for undergraduate writing tutors at Purdue University learn strategies for dealing with a variety of learning styles, and secondary school teachers can use many of these same techniques in a classroom environment. Such strategies, which are familiar to writing center tutors and administrators, include reading text aloud -either by the student or the tutor in a consultation -which allows writers to hear and correct problems they overlook when reading text to themselves. Tutors often use mapping or outlining techniques to help students brainstorm and organize their ideas, and some tutors use highlighters and markers to show students ordination and subordination of ideas. These strategies encourage tutors and tutors in training to consider a student's learning and writing styles.
Another benefit of the practicum course is that it addresses strategies for working with nonnative speakers of English, an area of concern for educators regardless of level or subject area. While the tutoring practicum does not adequately address all issues of working with English language learners, it does give students an overview of issues such as contrastive rhetoric, tutors serving as cultural informants, and the need to be culturally sensitive when working with international students. Students are learning about these issues in the context of a writing center, but much of this knowledge applies to any educational setting and would thus be beneficial to students in English education. In the past, some of the mock tutorials and student paper response activities dealt specifically with assignments written by nonnative speakers of English, allowing students to apply their knowledge of tutoring and working with English language learners to a specific real-world context.
Finally, future teachers who wish to make collaborative learning a pedagogical focus in their classrooms may take the tutoring practicum and have the advantage of experiencing firsthand how collaborative learning works in a nonclassroom setting. They can then incorporate collaborative learning and writing activities in their classrooms by requiring group projects or peer tutoring or including one-to-one conferencing with students as part of a class assignment. Tutoring teaches preservice instructors to improve their own responses to their students' drafts, helping them to focus their comments on open-ended questions that help students consider rhetorical choices rather than comments that are vague or editorial in nature (Van Dyke 1997: 3) . In summary, writing center work is unique among field experiences for preservice teachers, and the experience seems to provide important learning opportunities for young writing teachers that cannot be easily duplicated in traditional field experiences or internships.
English Education and the Teaching of Writing Teachers
The discipline of English education, as well as the educational process of becoming an English teacher, is undoubtedly complex and wide ranging. Middle and high school English teachers are expected to teach many things in their various courses, including, of course, literature, reading, grammar and language, and, more recently, media studies. Additionally, the teaching of writing, or composing, is central to the work that secondary school teachers do, and, therefore, preservice English teachers must be prepared to teach writing effectively and also must be strong, capable writers themselves. There are various ways preservice English education students become competent writers and teachers of writing, including university coursework, internships with master teachers, reading and research in the discipline, and work with professional organizations such as NCTE and the National Writing Project. However, sometimes, despite the best efforts of English educators and university-level compositionists, writing is relegated to the back burner in secondary classes, becoming a second-class citizen in a pedagogical world dominated by literature.
As noted earlier, undergraduate English education students at Purdue University often opt to become writing tutors, even though these students also have field experiences in local secondary schools each year and a culminating ten-week student teaching internship built into their programs. At Purdue, the Writing Lab is housed in the English department, so English education students have ready access to the physical site of the lab, and they are often familiar with its inner workings because of regular workshops the lab hosts in its facilities. Since our English education program is a joint program shared by the English and education departments, collaboration between the programs seems natural, and it is perhaps easier to achieve than at universities where English education faculty are housed completely in schools of education, which are most often physically separated from English departments and, in the worst of cases, ideologically and philosophically at odds with them. All too often, and as is noted in the work of many English educators and composition scholars (Thompson 2002; Tremmel and Broz 2002) , the worlds of "English" and "education" are distinct and divided within institutional settings and, therefore, in the intellectual lives of teachers in training. While we understand and applaud that many postsecondary schools have successfully closed the gap, this scholarly divide, when it still exists, can lead to philosophical conflict as new English teachers move into their own classrooms and begin to make pedagogical decisions. Do they teach as they were taught in English education methods courses, or do they model the pedagogies they experienced in classes as students? Do they focus on teaching literature and writing about literary texts, or do they also ask students to write in various other genres for a myriad of other purposes? In essence, how do they come to understand the differing philosophies of writing instruction as enacted by academics within different disciplines?
To help English education majors begin to address such questions, I regularly teach a course called Composition for Teachers, which is taken by all English education majors. When I teach the class, I list the following goals on my course syllabus:
• To understand the nature of the writing process and how it can be taught effectively to secondary students • To understand and practice critical analysis when reading and responding to student and peer texts • To understand the history of the teaching of writing in American public schools and how it has evolved to its present state • To understand and be able to effectively apply recent and theoretically sound approaches and philosophies when teaching writing
•

To develop skills in teaching writing in one-to-one conference situations [emphasis added]
• To understand how teachers can address issues of race, class, gender, and ethnicity through writing in the classroom.
In summary, in teaching a course in writing pedagogies to English education students, my goals are twofold: to help students experience the writing process and continue to discover and think about themselves as writers, and to teach students composition and pedagogical theories and methods to effectively teach writing to their secondary school students.
As the italicized goal above indicates, I spend several class days discussing the benefits and challenges of "teaching writing one-to-one," to use the phrase coined by Muriel Harris (1986) , and how preservice teachers might go about integrating one-to-one writing conferencing in their future secondary school classes. While I recognize that a teacher individually conferencing with students is not the same as peer tutoring, it is often its pedagogical equivalent in secondary classes. However, conferencing with individual students can be pragmatically difficult for the middle or high school teacher, who might teach as many as 150 students each day. Simply convincing preservice teachers that they will have the time to do the kind of conferencing they see going on in a university writing center is a challenge. However, much research has demonstrated the benefits of one-to-one writing conferences for the learning of the instructor or tutor as well as the student (see Devin-Sheehan, Feldman, and Allen 1976; Dansereau 1988) . To help preservice teachers see conferencing as something possible as well as desirable, I ask them to read portions of Harris's book, Teaching One-to-One: The Writing Conference, which contains many suggestions for how conferences might be approached, and then role-play some specific strategies for conferencing with students. We usually start by practicing a version of Donald Murray's classic response format from A Writer Teaches Writing (1985: 158) , which begins with the student commenting on the draft, continues with the teacher's response to the draft and student comments, and ends with the student's response to the teacher. One of the key characteristics of this conference pattern is that the student writer always speaks first and therefore guides the conference discussion. In this way, preservice teachers can begin to see that the preparation for individual conferences isn't necessarily time-consuming or extensive. Afterward, I ask students to role-play other types of conference formats, such as responding with a diagram, map, or picture as student writers read their texts, and the so-called question conference, during which the teacher can only ask questions of the students rather than give didactic advice. Last, we discuss various questions that a teacher might ask a student during a writing conference, which range from "What works best in this draft?" to "How is this text different from what you expected?" This mock conferencing has two overall goals: first, to help preservice teachers build a repertoire of strategies for assisting student writers that are built upon a student-centered, processoriented philosophy, and second, to help them more fully understand the writing process itself, its reciprocity, its complexity, and its variety.
Research demonstrates that when there is a great deal of inconsistency between preservice teacher experiences in the field and instruction provided in the methods classroom, young teachers will often opt either to enact practices they have experienced themselves and liked as students, or to use practices that mentor teachers in the schools promote because those teachers are currently in the trenches, unlike their university professors (see Bullough 1987; Zeichner 1987; Alsup 2006) . Both of these choices are often relatively unreflective and based on personal experience alone, more than a combination of personal experience, study, and reflection. Therefore a lack of theoretically sound, active, and ongoing field experiences or internships can complicate a preservice teacher's education by causing confusion and ideological tension that sometimes cannot be easily resolved. The experience of being a writing tutor might provide another opportunity for preservice English teachers to successfully enact the theories and methods they learn in their courses and read about in pedagogical texts. Being a tutor might be yet another stepping-stone to moving from the primary identity of "student" to that of "teacher," without sacrificing either personal philosophies about learning to write or university instruction. While different in many ways from the one-to-one writing instruction that goes on in a secondary school classroom, the university tutoring experience can provide real-life, independent experience to cultivate feelings of comfort and confidence as a writing teacher who can both provide full-class instruction and mentor students one-on-one. In the following section, Scott provides a firsthand account about his experi-ences as both tutor and preservice teacher, and how his work in the Purdue Writing Lab has helped to shape his identity as writing teacher.
Perspectives on Peer Tutoring from a Preservice Teacher
As Tammy mentioned previously, by far the largest number of undergraduates enrolled in the tutor-training course are in the disciplines of English and English education. When I decided to become involved with the Purdue University Writing Lab, I saw that both my academic program and the writing center were linked, at least partly in style and ideology. After all, a common goal of instructors and tutors is to help students become better writers. After completing a long tenure in both programs, I can see more areas of connection between English education and writing center work.
The field of education, possibly more than any other profession, requires field experiences. Students watch an example classroom, and they work hands-on, as demonstrated in education literature and research (Dewey [1938] 1989; Knowles and Holt-Reynolds 1991) . One problem is that field experiences can lack fullness as authentic experiences. My fellow English education graduates and I entered another person's classroom to teach his or her students -not taking over our own classrooms. Student teaching is, undoubtedly, a great learning experience, but perhaps the English education curriculum can go further in preparing new teachers. As Tammy and Janet mention, both education pedagogy and writing center theory address helping students with special needs, interacting with ESL learners, teaching the writing process, applying theory to practice, and something I see as the definition of a future educator: being able to wear many hats and adapt to different types of students and situations.
Working with nontraditional students, students with learning disabilities, or ESL students is often a challenge in either setting. When student teachers observe in the classroom and have a problem, they go to their mentor teacher or talk to their professors about it. When tutors have a problem or challenge in the writing center, they must often work through it, as a normal teacher must, although tutors are mentored and have access to resources in a writing center. In short, tutoring cuts the umbilical cord. This lack of an immediate safety net is what makes tutoring such an authentic experience.
I admit that simply being thrown in the water and told to swim does not sound like the greatest of all pedagogical approaches. I have to say, however, that it has afforded me many opportunities to learn and grow as a teacher. In one tutorial, for example, a student from Asia brought in an assign-ment focusing on a campus community. In his essay, this student did a great job describing a university bowling league. The problem was his presentation of the information and his grammar. As a secondary education teacher, I did not receive a good deal of practical instruction on teaching grammar. I was taught the theory behind the practice, but was never provided with advice about how exactly to explain to an eighteen-year-old student how to make his pronouns and verbs agree. I learned my best approaches for handling such situations in the Writing Lab. Rather than trying to teach him the ins, outs, and whys of American syntax and semantics, I chose to go with a more studentcentered approach that allowed him to fix his own mistakes. By simply reading the sentences aloud and creating a corresponding chart of the possible pronouns, the student was able to fix many simple errors. I learned this strategy in the writing center and later applied it during a full-time student teaching experience, learning that a student-centered approach maintains the individual's ownership over the paper.
During my student teaching, I used a large number of ideas I learned in the Writing Lab, and I was able to enact these strategies in the secondary classroom. For example, I developed a diagram that helps explain to students how a paper tends to start out more general, move to the specific throughout the body, and then transition again to the general through the closing. I often referred to this diagram in tutorials. Similarly, during my student teaching I began several lessons on persuasive and descriptive writing by referencing this diagram in order to give students a larger contextual frame of reference. In the end, I think the diagram works better in the secondary school than at the college level, because younger students can benefit so greatly from concrete images and visual representations.
During my student teaching I applied many more moves from my Writing Lab playbook, especially when teaching a unit on writing a persuasive essay. While in the writing center, I noticed many students still have trouble grasping some of the more complex ideas of persuasive writing, especially the concept of a concession. I once worked with a very strong writer who had political opinions quite in contrast to mine. Helping her was simple, since I literally embodied the argument to which she wanted to concede. Because of this experience and many more like it, I was able to see the value in teaching the concept of concessions to secondary English students. During my student teaching, my students and I spent two class periods looking at examples and working on including concessions in order to strengthen an argument. Once again, the occurrences were not identical, but I strongly believe that the experiences I had in the Writing Lab positively influenced my student teaching experience and the quality of my early teaching. They also showed me the importance of using student examples to make the paper more accessible and individualized.
One of the most interesting examples of a theory discussed in education classrooms and witnessed in writing centers is the application of a writing process by real students. In contrast to education students, tutors actually see students move through all stages of their respective processes. These writing processes are so individualized that I, as a tutor, have almost no generalized expectations when going into a session. Students may have nothing but an idea, or they may have a third draft. I feel confident that I can help either student. Even the best student teaching experience with over one hundred students will not equal the experience of interacting over several years with scores of tutees. Once again, the writing center went the extra step, offering me years of direct application and broadening my experience.
By applying minimalist tutoring strategies, we as teachers and tutors can do several things. We can motivate students and get them to see their own writing process as a collaborative event. Strictly from a teacher's standpoint, this will also keep us from having to read every student paper and comment extensively on its correctness. Any future educator will receive only minimal experience in responding to writing during his or her education coursework. This is no fault of the program, rather just a byproduct of not having the actual papers and students to respond to in authentic situations. However, as Irene Clark (1988: 348) writes, the "Writing Center experience . . . enables new composition instructors to gain important insight into the use of teacher response and its effects on the delicate situation which exists between teachersuggested revision and the student's own ideas." Not only does the writing center allow for practice in responding to student papers, it also focuses the feedback and encourages student ownership of writing.
To say that both being a tutor and being a teacher require the same type of expert feedback would be inaccurate. Teachers are ultimately charged with evaluation as opposed to the peer feedback given by tutors. However, future educators can learn to take a step back and make additional efforts at maintaining student ownership of any assignment. Patricia Rizzolo (1982: 117) points out that one of the largest challenges to any new tutor, and we would argue to a new teacher as well, is functioning as a "learning facilitator and not a proofreader." Of course, teachers need to give instruction on grammar and usage; however, the focus should be placed foremost on higher-order concerns. Writing center tutors "provide feedback on the communicative effectiveness of the text" (Clark 1988 : 349); they do not judge or evaluate the text. When in the context of the classroom, the teacher is supposed to know all -as far as the student is concerned. Sadly, too many teachers accept this teacher-as-supreme-authority identity due to narrow institutional demands and expectations. In the worst-case scenario, we as teachers simply become used to answering questions and grading papers as relatively autonomous evaluators. These activities often do not lend themselves to questioning or collaboration with our students. However, in the Writing Lab these two actions are paramount over all else.
Often, the fields of English education and writing centers have little in common when it comes to evaluation, at least not in everyday practice. In a typical tutorial, the tutor almost always starts out with questions, not evaluative comments. This is not only an attempt to find out basic information, but it also gets the student involved with the revisions. If students can see that they are the experts on their papers, they should at the very least be more inclined to take serious ownership of their work. While we fully acknowledge the exigencies of grading in the secondary classroom and standardized assessment as conducted through state exams and, most recently, the SAT writing exam, we also believe that these evaluative tasks are possible while maintaining a more comfortable, collaborative atmosphere. To take the argument even further, we believe the pedagogical strategies learned by tutors can improve the performance of student writers on these ubiquitous, high-stakes assessments.
My personal experience as a teacher and tutor has provided me with many opportunities to experiment with collaboration. Before I even sit down with tutees, I introduce myself, ask them their names and majors, make some kind ice-breaking comment, and finally get down to asking questions about their assignments. I still do this in the classroom as well. This not only informs me as a "teacher," but it also gets the student to feel more comfortable with the entire situation. Only after students have explained their assignments in their own words do I even look at the paper for the first time. Often my first act will be taking the paper, turning it over, and asking the student to tell me about what he or she is writing. I do this to see if what a student has stated on paper matches what he or she has said out loud. In my experience, students can almost always explain their position better than they can write it. This was proven in my experience when I applied such a practice to my student teaching students. Not only did this make the students' ideas clearer to me, they became clearer to the students as well.
One of the few things that must happen in every tutorial is the setting of an agenda and deciding what needs work. Ideally, every tutor will first ask the students what they would like to address; however, students often aren't even sure what's wrong. While education students discuss what parts are the most important in student writing, this doesn't become important until the future teacher is attempting to help a student revise his or her paper with one hundred more students to go. The idea of higher-and lower-order concerns might not be called as such in the secondary classroom, but they can definitely improve the teacher's efficiency and quality of feedback.
Simply knowing how to adapt to a given educational situation is so basic that it might be the most important skill for a future teacher to learn. Teachers must wear many hats and be able to alter lesson plans, instructional strategies, and even classroom management procedures for every class and sometimes even for every student. This student-centered focus could not be more emphasized in the writing center. Everything about one-to-one tutoring works against a fixed formula for helping students. While adaptation for individual student needs is discussed in education courses, the best way to experience hands-on instructional differentiation is through authentic experiences.
The notable contrast between peer tutoring and English education field experiences comes in the area of pragmatics. While both yield positive benefits, the educational observation can still be only an observation and not an overly authentic experience. In such situations, future English educators can gain insight from acting as peer tutors at their university. Tutoring is real. There is no supervisor or mentor teacher coordinating a tutorial session, and each individual session is geared toward creating a better writer. While I make no hard-and-fast claims that educators with peer tutoring experience are inherently better teachers than those who don't have such experience, I do believe such experience is extremely beneficial.
Benefits of Peer Tutoring for Preservice English Teachers
"I think working in the writing center is the most useful thing I've done in all my college days," states an English education student in an article written by Norma Decker Collins (1993: 7) . "This is an excellent place to put the things you are learning to actual use. It is different than when you memorize the material the teacher tells you you'll need when you have your own class." This student sums up all the major benefits of the writing center. Such a place provides direct application of educational theories and writing pedagogies.
As is clear in the student's quotation, new secondary English teachers must develop teacher identities. In short, the students must begin to think of themselves as teachers of writing, in addition to teachers of grammar or literature. Writing center and tutoring theory is consistent with many of the constructivist, critical pedagogies we encourage in English education courses, and the experience of tutoring itself allows additional real-life enactments of these philosophies. Harris (1992: 380) describes the role of a tutor as a "hybrid, somewhere between a peer and a teacher, who cannot lean too much one way or the other. Suspended with a foot in each discourse community, tutors perform a valuable service for their students. Since tutors speak with words students recognize and understand, they act as interpreters for those bewildered by the critical vocabulary of teachers." As peer tutors, English education students experiment with multiple expressions of a teacher identity, expressions that are both authoritative and nurturing, roles that are alternately adopted by effective classroom teachers as instructional contexts demand.
Peer tutoring in a university writing center is not the same experience as conducting one-to-one writing conferences with secondary school students. The secondary school teacher is no longer a "peer," as is the undergraduate English education tutor; instead, he or she has become the teacher. However, even if we view one-to-one conferencing as the nearest equivalent to tutoring the new teacher can enact in the classroom (with the exception of teaching secondary school students to tutor each other), it is not always practical in a secondary school setting due to time constraints -conferencing individually with 150 students is not always possible. However, the knowledge that secondary teachers in training can gain through peer tutoring during their university careers is transferable and ultimately helpful. They often gain a richer teacher identity, a better-developed philosophy of teaching writing, added confidence, and increased ability to use language to talk about writing. In fact, taking on or translating the role of tutor for use during interactions with their own students might be one way teachers can help adolescents understand the complex rhetorical situation of writing testing and thereby strive to be more sophisticated, versatile writers than the tests seem to require.
While we have outlined many benefits for English education majors who gain experience in a writing center setting, the reality is that not all future educators have the opportunity to have such an experience. At Purdue, the tutoring practicum course is capped at twenty students, and it is open to all undergraduate students regardless of major. In addition, just one section of the course exists, and it is offered only in the fall semester. During the last recruitment period for the practicum course, thirty students applied, and logistically it would be impossible to allow every English education major to enroll. According to the Purdue College of Liberal Arts Advising Office, 168 students identified as English education majors for the fall 2005 semester. Furthermore, since there is no guarantee that a student in the practicum will be hired as a tutor, not all English education majors will have an authentic field experience beyond the course itself. Nevertheless, we argue that English education majors who have had the opportunity to take the practicum course and tutor in the Writing Lab have found the experience to be directly applicable to their work as future educators.
We believe this article demonstrates how the all-too-common secondary/postsecondary divide might be bridged through the work of English education students as undergraduate tutors in an English department -sponsored writing center. By bridging such a disciplinary divide, English education undergraduates are able to enrich their teacher education with a greater breadth and depth of knowledge about composition and pedagogical theory as well as engage themselves in additional field or practicum experiences that allow them to work independently with student writers.
Despite what we see as a self-evident connection between peer tutoring and enhanced teacher education, we are not arguing that people outside of English education cannot benefit from positions as peer tutors, nor do we assert that English education students who do not tutor cannot be excellent teachers. We have seen people from engineering, the health sciences, business, and other areas of the humanities, in addition to English education, become successful as peer tutors. Research has shown the benefits of writing center work for postsecondary composition instructors (see J. Collins 1982; Harris 1986; Neuleib 1978; Simpson 1985; Rottenberg 1988; Zelenak et al. 1993; and Jackson 1994) , but while our experience has taught us that writing center experience offers unique benefits for students in English education, little research exists to show the connection between writing centers and undergraduate preservice teacher preparation. We suggest that this is a research area that the fields of English education and writing center theory could explore in more depth. Despite our different institutional roles and experiences (professor, associate director of a writing center, and former undergraduate student), each of us recognizes the pedagogical possibilities of peer tutoring. For us, tutoring is real, with real benefits for future secondary English teachers.
